This paper uses a combination of survey questions to instructors and data collected from course syllabi and examinations to examine how the subject of development economics is taught at the undergraduate and masters levels in developing countries, and benchmark this against undergraduate classes in the United States. The study finds that there is considerable heterogeneity in what is considered development economics: there is a narrow core of only a small set of topics such as growth theory, poverty and inequality, human capital, and institutions taught in at least half the classes, with substantial variation in other topics covered.
In developing countries, development economics is taught largely as a theoretical subject coupled with case studies, with few courses emphasizing data or empirical methods and findings. This approach contrasts with the approach taken in leading U.S. economics departments and with the evolution of development economics research. The analysis finds that country income per capita, the role of the state in the economy, the education level in the country, and the involvement of the instructor in research are associated with how close a course is to the frontier. The results suggest there are important gaps in how development economics is taught.
Introduction
The subject of development economics has evolved from a largely theoretic discipline focused on the process of economic transformation in developing countries to a multi-faceted field in which there may be no single big idea (Lindauer and Pritchett, 2002) , but in which there is active debate about the role of macro versus micro approaches (e.g. Rodrik, 2008; Bardhan, 2013) , and in which there is so much data and empirical work that there is debate as to whether there has been enough emphasis on theory (e.g. Mookherjee, 2005 , Banerjee, 2005 . Second, the answer is instructive about the ease at which ideas and knowledge flow from the research frontier, which is of more general interest for development. Third, what is taught as development economics around the world should be of interest to researchers producing development research, and to professors teaching the subject who may wish to benchmark their own courses against what is done elsewhere. Finally, it is important for determining the extent to which development economics education is meeting the key learning goals of economics education (Allgood et al, 2015) .
We collected original data on what is taught as development economics and how it is taught through a combination of surveys of instructors and standardized coding and analysis of course syllabi and examinations. 1 We were able to collect this for 145 undergraduate courses in 54 developing countries, and 81 masters courses in 34 developing countries. We benchmark these courses against undergraduate development economics classes taught at top-20-ranked U.S.
economics departments, and at a selection of other U.S. economics departments.
We begin with a stock-taking and examination of what is taught as development economics. We find the common shared topics to be reasonably narrow, with only four of the 22 topics enumerated being taught in at least half of all undergraduate courses in developing countries: growth theory, poverty and inequality, human capital, and institutions. Courses in top U.S. departments are much more likely to cover credit markets, risk and insurance, land markets, data analysis, and experimental methods than courses in developing countries, while the latter are more likely to cover dependency theory, the environment, and macroeconomic management. However, there is considerable heterogeneity in topic coverage, and using similarity indices we show that both undergraduate and masters development economics courses in developing countries are less similar to each other than are undergraduate courses in the U.S. Moreover, the average developing country undergraduate course only overlaps with 23 percent of the course content with courses offered in top U.S. schools. We also note that there are important topics such as entrepreneurship, firm growth, and international migration that are rarely covered in either developing country or U.S. classes.
Next we examine how development economics is taught. We find development economics is taught as a more abstract and theoretical subject in developing countries than in the U.S. with much less emphasis on empirics. This is true in terms of topics, where more of the syllabi is devoted to concepts and models and less to empirical findings in developing countries. It is also true in terms of assessment, where developing country classes largely rely on written exams, essays, and presentations, and very rarely require students to use statistical software or answer exam questions that require interpreting or manipulating economic data. This lack of emphasis on empirical work is also true in masters courses in developing countries, and in U.S. economics departments outside the top-20 compared to those in the top-20. There is also a large difference in the materials used for teaching: developing countries and non-top U.S. courses are more likely to be based around the textbook of Todaro and Smith (2014) , first published in 1993 and now in its twelfth edition, while top programs are more likely to use the empirically-focused book of Banerjee and Duflo (2011) , and the theory-based book of Ray (1998) supplemented by journal articles and blog posts.
Finally we try to answer why these differences occur, by considering the extent to which differences in what is taught and how it is taught correlate with country and instructor characteristics. We find that courses are less like those in the top U.S. schools if they are taught in 4 poorer countries, countries with a higher share of government involvement in the economy, and in countries with lower overall education attainment. Instructors who are actively involved in research are more likely to have their courses closer to the global teaching frontier.
Taken together, we believe the evidence suggests that many development economics courses taught in developing countries over-emphasize theory and descriptive analysis of the economy at the expense of teaching students how to interpret and use data, and do not instruct students on many of the most important recent topics of research inquiry. We conclude with suggestions for approaches instructors can take to better meet the learning goals of an undergraduate economics education.
Development economics as a subject
We begin with a brief summary of how the field of development economics has evolved over time, then examine how it is conceptualized in leading undergraduate textbooks, and then discuss what the main learning objectives of undergraduate economics education are. Our goal here is not to be comprehensive, but to highlight key features that we consider important for interpreting the way the field is taught today.
The Evolution of Development Economics as a Field
Development economics is seen by many to have arisen as a separate field in the 1940s and 1950s
with the work of Rosenstein-Rodan, Kuznets, Myrdal, Lewis, and Hirschman (Lewis, 1984; Krugman, 1994) . The focus was on theoretical descriptions of the development process and causes of underdevelopment, with debate about the appropriate policies for development planning. The increasing emphasis on formalization of theoretical models and the inability of models at the time to deal with market failures and incomplete markets led to increasing isolation of the field of development economics from the rest of the profession, with Lewis (1984) going so far as to describe development economics as being "in the doldrums". Alternative theories of underdevelopment such as dependency theory also became popular in Latin America during this time.
However, during the 1980s theoretical developments in mainstream economics that incorporated imperfect competition, coordination failures, endogenous growth and incomplete markets brought development economics closer to the rest of the profession, and a large range of theoretical work 5 took place such as bringing theoretical ideas of asymmetric information and contracting to explain the range of agricultural institutions in developing countries (Mookherjee, 2005) . Empirical work was still relatively limited, but the increasing availability of data at the macroeconomic level allowed for more description of the development process.
The state of the field at the time of the first Handbook of Development Economics published in 1988 was then one dominated by theoretical work on the process of development and the features of markets and institutions in developing countries, coupled with descriptive empirical work around the processes associated with the transformation from a poor, rural society to a more diversified, urbanized economy (Chenery and Srinivasan, 1988) .
The last two decades have seen development economics become increasingly empirical in focus, with first the greater availability of computing power and micro data sets, and then the increasing involvement of researchers in collecting their own data leading to a rapid growth in empirical research. In 2005 this led Mookherjee (2005) to ask whether the pendulum had swung too much away from theory, resulting in an active debate in a symposium (Kanbur, 2005; Banerjee 2005; Bardhan, 2005; Basu, 2005; Mookherjee, 2005) . However, empirical work on the topic has continued to dominate research, with Rodrik and Rosenzweig (2010) noting in the preface to the fifth Handbook of Development Economics that getting cause-and-effect right has become a central focus of research in development, with randomized controlled trials a key part of this.
As well as a change in focus between theory and empirics, the field of development has also evolved in terms of the topics studied. Economic growth and poverty reduction are central aims of development, and there has been a long body of work on how to conceptualize and measure them. Banerjee (2005) notes that many of the topics are familiar ones that were the same topics being debated 25 years earlier: education, health, credit, technology, land, (internal) migration. However, Rodrik and Rosenzweig (2010) also note a broadening of the field in the areas of institutions, governance and politics; and the fifth volume of the Handbook series also includes chapters on topics such as international migration, financial globalization, the environment, and industrial policy. Many of these newer topics are still considered under-researched relative to traditional topics. 2 Another more recent area of focus also includes the importance of behavioral factors in 6 decision-making (e.g. World Bank, 2014) , while the important topic of entrepreneurship has been relatively neglected (Naudé, 2013) .
The View of Development Economics from Textbooks
Our surveys reveal that the three most widely-used textbooks for teaching development economics at the undergraduate and masters levels are Todaro and Smith's (2014) Economic Development (first published in 1993 and now in its twelfth edition), Ray's (1998) Development Economics, and
Banerjee and Duflo's (2011) Poor Economics. These books differ substantially in their approach to the subject; their emphasis on theory, empirics, and stylized facts; the topics they cover (which we compare in Table 1 ); and the approach they take to student learning. This differs from the case of introductory and intermediate micro and macro-economics, in which Allgood et al. (2015) note that the choice of textbook is probably inconsequential for learning given the similarity of content.
Economic Development
Todaro and Smith (2014) define development economics as "the study of how economies are transformed from stagnation to growth and from low-income to high-income status, and overcome problems of absolute poverty". They have the broadest topic coverage of the three textbooks, covering a number of macro, trade, and environmental issues not discussed in the other books. The teaching approach taken is a "problem-and policy-oriented" approach and relies heavily on case studies and stylized facts. Evidence here is presented largely as a set of motivating examples and facts with which to discuss a topic, rather than as explicit tests of specific models or hypotheses.
The structure of the text and review sections at the end of each chapter suggest a learning focus of attaining a general understanding of key topics together with rote-learning of definitions, with the questions for discussion and concepts for review at the end of each chapter asking students to give an account of the concepts seen and policies proposed in the preceding sections. Examples are questions like "Outline the range of major policy options for a developing country to alter and modify its size distribution of national income. Which policies do you believe are absolutely essential? Explain your answer." "List and briefly describe the principal causes of high population growth in developing countries and the major consequences." The book itself does not ask students to apply economic knowledge to an analysis of new problems, but gives students concepts they can use in doing so. There are no empirical exercises or attempts to develop data analysis skills.
Theory is taught in general and graphical terms, with no equations. 7
Development Economics
Ray (1998) defines development economics as "the study of the economic transformation of developing countries". Theories and models of economic growth, the link between inequality and development, the interconnection between the rural and urban sector, and labor markets and their implications for the development process, are hence among the topics covered in this text. The emphasis is strongly on theory, with the author stating that many economic problems and phenomena observed in developing countries can be traced back to a small set of common internal features of these countries. Specifically he advocates the study of theories of incomplete information, of incentives, and of strategic behavior to understand these common issues, and examines theories of the functioning of key factor markets in developing countries. With this emphasis on internal structural factors, Ray (1998) The book is taught at the most advanced analytical level of the three, but is still targeted at undergraduate students. The use of mathematics is largely kept to chapter appendices, with graphs used to demonstrate many of the models. Exercises at the end of each chapter test students on a broad range of levels, including questions that ask them to show the understanding of the theoretical models in the chapter, to apply the concepts learned to the analysis of an economic problem and to apply basic knowledge of empirical analysis. Although the ability of students to manipulate and analyze economic data is clearly not the aim of this textbook, a basic understanding of empirical analysis is tested in some of the review questions and elementary statistical methods are presented in the Appendix.
Poor Economics
The most recent book of the three is Banerjee and Duflo (2011) , which differs from the other two in focusing less on what makes poor countries different than what makes the the poor different.
This book is written for a more general audience, but is also recommended by the authors for teaching development economics, and is accompanied by a website that includes lecture materials, 8 assignment questions, and sample essays. 3 The main departure from other texts in this area is the focus on asking concrete, 'small' questions and answering them based on rigorous evidence, largely coming from impact evaluations. Consequently, the topics covered in the book include topics well suited to asking these concrete sets of questions and specific interventions, such as transfer schemes, behavioral nudges and other such interventions. As can be seen in Table 1, readers will not find any discussion of topics dealing with economic development and growth, industrial development policy, or country experiences in lowering poverty -with this lack of focus on some big issues in development drawing the attention of critical reviewers (e.g. Ravallion, 2012; and Rosenzweig, 2012) .
The emphasis is micro in nature and based on recent empirical evidence, with poverty traps and behavioral factors key recurring themes. While the book itself contains only very few graphs and no equations or regression tables, the corresponding assignments available online are analytically more demanding. The authors favor a combination of essay type questions and data analysis exercises, which require student to showcase their understanding of economic knowledge, to interpret and evaluate economic data and knowledge, and to apply economic knowledge to an analysis of an economic problem. For instance an example of an essay question they give is: "Why do you think the attendance of medical staff is so low in rural health clinics in India, and how do you think the problem could be resolved?" Empirical exercises require students to use statistical software to analyze microdata and interpret the results.
What Should Undergraduate Development Economics Education Achieve?
Education in development economics typically forms part of an undergraduate degree program in economics. Allgood et al. (2015) describe the undergraduate economics education as presenting a tree-like structure, starting with introductory courses which teach the necessary principles, analytical methods and quantitative skills, and followed by sub-disciplinary fields, representing the branches of the tree, which give students the opportunity to extend their knowledge and to apply the core theoretical principles and quantitative approaches from introductory courses. A key goal is to get students to "think like an economist" by "using deductive reasoning in conjunction with parsimonious models to help understand economic phenomena". They highlight six key 9 learning proficiencies that should arise from undergraduate economics education: (1) access existing economics knowledge; (2) display understanding of economic knowledge; (3) interpret and evaluate economic knowledge; (4) interpret and manipulate economic data; (5) apply economic knowledge to an analysis of an economic problem; and, (6) create new economic knowledge.
Taking these proficiencies as the goal also of development economics education, what is taught and how it is taught can then be related back to the extent to which students are then able to perform these tasks. Doing so requires that students have knowledge of a range of key topics, an understanding of theory, and the ability to be critical readers and users of data analysis.
Implications
Based on the above, we should expect undergraduate development economics courses that are closest to the frontier in the profession to have a stronger focus on empirical methods and interpretation of data, along with applied theory, rather than a study of development as stylized facts, case-studies and descriptive patterns. They should include more of the more recent topics, and test and assess students in a way that allows them to demonstrate the proficiencies outlined above.
Data Collection
We collected data on development economics courses via two sources: an online survey of instructors, and collection of course syllabi. We gathered information on both undergraduate and masters level development economics classes in developing countries. A comparison of the content of the undergraduate and masters level courses provides one way of seeing whether the education level of the students is a key factor in determining what is taught.
Online Survey
Our initial approach was to field an online survey directed at instructors of development economics classes, asking questions on the range of development economics classes offered at their institution, their background and on the specific development economics courses they teach. Based on this identification, from April to June 2015, we sent out electronic survey invitations to 550 faculty members of economics departments in developing countries. In addition, we advertised the survey on the development impact blog and incentivized participation through the possibility of winning gift cards for an online retail outlet. With a total of 70 responses, and not all of them being complete, the response rate was very low (12.73%).
Collecting Course Syllabi
As a reaction to this low response rate, in June 2015 we decided to modify the data collection and started to ask directly for the syllabi of any development economics courses offered, as well as to search the faculty websites for syllabi which were available online. We then coded the syllabi up in the same categories asked by the online survey on the course content, and a few additional ones.
In addition to the information provided by Repec and further web searches, for the identification of relevant institutions and instructors we also relied on the help of staff from a number of World
Bank country offices as well as other contacts in different countries and regions. Although we still referred to the survey and provided the link to it when asking for the syllabi, we made clear that the primary interest was the syllabus. We also contacted again those faculties and instructors who already had received survey invitations. An additional 100 survey responses came from respondents using the web-link, and includes respondents who have been made aware of the survey via the blog post or other sources, as well as people we contacted for the syllabus. However, a number of these responses were incomplete and could not be used for the analysis. Given the difficulties experienced in collecting information on development economics courses, the reader may be concerned about how representative this resulting sample is. We have two comments on this. The first is that given the lack of information on how development economics is taught around the world, the information we have collected is the best currently available.
Second, to the extent that there is a bias from collecting data from the top quarter of universities within countries, and that there is selective responsiveness to our requests for data, we believe this bias will be towards sampling from the best courses taught in developing countries. Therefore any gaps identified are likely to be lower bounds for the extent of these gaps in developing country courses overall.
In order to establish a benchmark against which to compare the courses taught in developing countries, we also asked departments and instructors in the United States for development economics syllabi, focusing only on the undergraduate level given the lack of terminal masters degrees in economics in the U.S. We obtained information on 33 courses, comprising of 16 courses from departments classified in the top-20 economics departments in Repec's rankings, and 17
courses from departments outside the top-20.
Results
This section uses the survey and syllabi data to provide a description of development economics as taught in developing countries, and a comparison of this with the content in top-20 and other U.S. undergraduate development classes. The next section will then examine different explanations for the differences which arise. The topics are sorted in descending order by frequency of coverage in the joint sample of developing countries' undergraduate courses.
Topic Coverage
If we define the 'core' as those topics taught in at least 50 percent of the courses, then we see the core is a very narrow subset in developing countries, consisting of theories and models of economic growth, measuring poverty and inequality, institutions and corruption, and human capital. The core is broader in top-20 departments, comprising of eight topics. Comparing developing country to top-20 undergraduate courses, we see developing country courses are significantly less likely to cover institutions, human capital, credit markets, land markets, risk and insurance, impact evaluation, and data analysis; and significantly more likely to cover models of economic growth, dependency theory, the role of the state, the environment, and macroeconomic management. These differences are also apparent when comparing masters level classes in developing countries to U.S. In order to further assess the extent to which there exists a development economics 'core' of topics, we computed Jaccard binary similarity coefficients. For any pair of development economics courses and , the Jaccard coefficient gives us the overlap they share in the different topics, when at least one of the two courses covers this topic: We then computed the average over these pairwise similarity indices within regions, for developing countries as a whole, and for the U.S. departments. They can be found in the last row of We also used the Jaccard similarity measure to examine the distance to the research frontier by 
Emphasis on Theory and Empirics
4 The course with the highest overlap has on average a Jaccard measure with a course offered at one of the top 20 U.S. economic departments of 0.4974 and is offered at the Pontificia Universidad Javeriana in Colombia. The course with the lowest average overlap has a mean Jaccard measure with the top 20 U.S. economic departments' courses of 0.0104 and is offered at the University of Cape Coast in Ghana.
We asked the survey respondents what percentage of the class they devote to theory and models, empirical methods, and empirics, including empirical findings and stylized facts. We also coded the syllabi we received accordingly. Table 3 summarizes the results. We see that both undergraduate and masters level classes in developing countries devote a larger share of the course to teaching theoretical concepts and models than is the case in both top-20 U.S. and other U.S.
departments. In contrast, they devote much less time to empirical methods, with this comprising of only 8 to 9 percent of the content on average in developing countries, compared with 23 percent in top-20 departments. They also devote less time to empirical findings and data. Overall these results show developing country courses to be much more reliant on textbooks than courses in top-20 departments, and to expose students less to both current news debates and to recent research findings. We then examine which textbooks are used in more detail in Table 5 .
Teaching Material Used
This lists the textbooks identified by at least 10 percent of courses. Todaro and Smith (2014) is the most used textbook in undergraduate classes in developing countries, and in non-top-20 U.S.
courses, but is used in none of the top-20 U.S. economics departments for which we have syllabi.
Across 110 courses in developing countries, 43 percent use Todaro and Smith. The only region 15 where it is not the most used is Latin America and the Caribbean, where 18 percent of courses use it compared to 48 percent using Ray (1998) . Ray is the most used textbook in top-20 programs.
Although masters-level classes in developing countries are less likely to use Todaro and Smith than undergraduate courses, it is still used in 28 percent of masters courses, and the other alternatives are not used any more than they are at the undergraduate level.
The more recent book of Banerjee and Duflo (2011) classes give credit for class attendance, homework assignments using theory and models from class, essays, or empirical projects. The main difference that then arises is that top-20 U.S.
Methods for Assessing Student Performance
departments are much more likely to give homework assignments requiring the use of statistical software (56 percent, versus 9 percent in undergraduate developing country courses, 6 percent in non-top-20 departments, and 18 percent in masters level programs in developing countries).
Developing country courses are more likely to require class presentations, with this being particularly the case for masters level courses.
In order to examine the types of knowledge tested, we also asked instructors in developing countries for recent examinations and homework assignments. Many instructors were reluctant to share these, in part because they use the same or similar assignments in multiple years. We were able to obtain these for 21 courses at the undergraduate level and 21 at the masters level, and code the questions according to the extent to which they test the key learning goals of undergraduate economics education outlined in Section 2.3. As regards potential selective responsiveness to our requests for recent examinations and homework assignments, we observe that this bias might again be towards sampling from the courses which are best taught in developing countries: About 57 percent of the examinations and homework assignments come from institutions that are among the top 25 percent of each developing country and only 26 percent come from institutions that are not 16 among the top 25 percent, according to Repec. 5 Moreover, the undergraduate courses for which we have detailed information on methods used for assessing students' performance are, on average, more similar to the leading U.S. economics departments in terms of topics covered using our Jaccard coefficients. Only 62 percent of the undergraduate courses and 67 percent of the masters courses ask students to apply their knowledge to analyzing an economic problem. This is assessed through exam questions like:
"Suppose that, for example in India, a minimum wage is instituted in the modern sector above the market clearing wage, while the rural traditional wage is market determined at a lower level than in the modern sector. ii) Estimate the Kuznets ratios from both the Quintiles and Deciles. iii) Explain the meaning of the Kuznets ratios estimated and comment on them." But also questions related to impact evaluation, requiring the knowledge of more sophisticated statistical and econometric methods, aim at this proficiency, such as for instance: "Explain three different empirical techniques which may be used to study wage differentials in labor economics, and highlight the advantages and disadvantages of each of these techniques."
Summary
The above sections provide a consistent view of how development economics as taught in developing countries differs from the approach taken in top-20 U.S. programs. We see an emphasis on more macroeconomic topics and less coverage of micro topics and of some of the newer areas of research focus (with an exception being more attention to climate and the environment in developing country courses). Developing country classes rely largely on textbooks that do not emphasize the role of empirics and data interpretation and analysis, and this is reflected in both the lower share of class-time devoted to empirical findings, and in a lack of testing of the ability of students to interpret and use economic data. The change in the research field of development 18 economics over the past two decades is therefore not that reflected in the content of classes taught in developing countries.
One potential critique is to query whether we should think of the teaching of top-U.S. schools as best practice, versus instead seeing developing country instructors as tailoring their courses to be more relevant to the key questions facing their countries and to the learning styles of their students.
We have three responses to this. First, while we agree that it is far from clear that the topic coverage in top U.S. courses is ideal, with some key topics under-covered, the topic coverage of top U.S.
courses does reflect better the ideas, lessons and methods of recent development research. Second, for the large part it does not seem that developing country instructors are carefully tailoring their content to the most pressing policy questions affecting the countries in which they teach, but rather just following a selection of chapters of Todaro and Smith (2014) . Third, and most importantly, even if one can argue about topic choice and the level at which the courses can be taught in developing countries versus at the top U.S. economics departments, based on the key learning objectives of an undergraduate education, we believe that the lack of attention to data and empirical findings in developing country courses is a deficiency.
Why do we see these differences?
We consider several possible explanations for the differences in the way undergraduate development economics is conceptualized and taught in developing countries compared to the top-20 U.S. schools. A first potential explanation is that less-developed countries are further behind the technological frontier, and so are less likely to be covering topics of current research. Figure 1 shows the correlation between the average Jaccard similarity score of the topics covered by courses with the log of per-capita GNI (in PPP terms). 6 We see a positive and statistically significant correlation, with richer developing countries having more similar topic choices to the top-20 U.S.
programs than poorer developing countries. We then turn to seeing whether this correlation persists after controlling for other potential explanations.
A second potential explanation for a difference in topic emphasis lies in the differing approach to the role of the state in development in different countries. Courses in countries in which the government plays a more active role in the economy may be more likely to emphasize topics of 6 Data from the World Development Indicators.
19 development planning and macro topics than is the case in the top-20 U.S. programs. We control for government expenditure as a percentage of GDP to allow for this possibility.
A third potential explanation is that the difference reflects differences in the educational level of the students. We have seen that there are few differences between masters level and undergraduate level classes in terms of topics in developing countries, suggesting this might not be so important.
Nevertheless, we control for the average years of tertiary schooling for individuals aged 15 and above as a proxy for schooling achievement in the country.
7
A final difference lies in differences in the backgrounds of the instructors, and how close they are to the research frontier. 8 As a proxy for whether the course instructor is an active researcher, we consider whether they have a Google Scholar profile. The instructor is not listed for a number of classes, which can often reflect that it is taught by non-regular faculty who are unlikely to be researchers. We therefore also create a variable for no instructor listed.
We then examine the correlates of being more similar in topic coverage to the top-20 U.S. schools by means of the following regression for undergraduate course i in developing country j:
Where the standard errors are clustered at the country level.
The first column of Table 8 reports the results. We see that courses in countries with higher levels of per-capita income are more similar to those offered in top-20 U.S. departments, while courses in countries with more involvement of the state in the economy are less similar. Instructors who are more research active also are more likely to cover topics closer to those in top-20 departments, while courses without an instructor listed (and for which the instructor is less likely to be a researcher) are further from the frontier. The general tertiary attainment level in the country is positively correlated with similarity to the top programs, but this is not statistically significant. The R 2 of 0.33 shows that just a few correlates account for a sizeable share of the variation in topic choice across classes.
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The remaining columns of Table 8 then examine the extent to which these same variables are correlated with other clear differences of developing courses from top-20 courses. Column 2 considers the share of the course devoted to empirical topics. We see that these same variables have much less explanatory power for this outcome, with the only significant variable being having the instructor not listed for the course (which is associated with less focus on empirical topics).
Column 3 looks at the adoption of the Banerjee and Duflo (2011) book. This is more prevalent in countries with higher overall tertiary education attainment, and less prevalent in more statedominated economies. Column 4 looks at use of the Todaro and Smith (2014) book which is not used in top-20 U.S. courses. We see that it is less likely to be used in richer countries. Finally column 5 considers whether students are required to do homework that uses statistical software.
This is again more prevalent in countries with higher levels of overall tertiary attainment, but conditional on this, less prevalent in richer countries.
The survey data allow us to examine one additional aspect of why development economics is taught as it is. One might hypothesize whether language is a barrier to teaching more modern materials to students, if recent research and resources are only in English. However, we find that 60 percent of the courses are taught in English, and 88 percent of the instructors surveyed say that availability of materials in the right language is not a constraint. Of course if these instructors were to seek out more empirically-oriented material they may then run across this constraint, but given the prevalence of courses in top universities in developing countries which are taught in English, we do not believe language is likely to be the principal barrier.
Conclusions and Suggestions for What Instructors Should Be Changing
The field of development economics has changed dramatically over the past 20 years. This is reflected in changes in the topics that command most research attention, and particularly in the rapid growth in data availability and empirical analysis. Our survey of how development economics is being taught in developing countries suggests that many classes have not kept pace with this change, and are not meeting key student learning goals of teaching students to be critical users and analyzers of data to answer economic questions. This is particularly the case in poorer developing countries, and countries with relatively low levels of overall tertiary attainment.
We hope that this paper may provide some guidance for instructors in developing countries seeking to learn how the subject is taught in other countries. .4
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Average Jaccard Measures 7 8 9 10 Log GNI per capita (PPP) One chapter is dedicated to the topic. + + +: More than one chapter is dedicated to the topic. Notes: Robust standard errors in parentheses, clustered at the country level. *, **, and *** indicate significance at the 10, 5, and 1 percent levels respectively. Columns 1 and 2 are OLS regression coefficients, Columns 3, 4 and 5 marginal effects from probit estimation.
